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 Abstract 
 　 Teachers often struggle to bring a communicative approach to the English 
for Academic Purposes (EAP) classroom, yet the fundamental goal of  EAP is to 
cultivate in students the communicative skills they need to study in an English-
medium university environment.  Curriculum design and course development are 
essential elements of  a successful academic English program.  This paper outlines 
the design, development, and implementation of  a 1st-year academic English 
course at a Japanese university, with a focus on designing materials that encourage 
active learning.  The authors explicate the process of  course design from its 
inception to its implementation and reflective refinement, weaving in the thoughts 
of  the curriculum designer together with those of  the teachers responsible for 
creating the instructional material and teaching the course.  The paper concludes 
with some recommendations for educators who are involved in curriculum 
development, course design, and material creation. 
 1　Introduction 
 　 Curriculum design and course development are essential elements of  a 
successful academic English program.  This paper looks at the design and 
development of  an academic English course at a Japanese university, as well as 
how the creators fostered an active learning environment.  After a brief  discussion 
of  curriculum design in general, the paper focuses on the morphology of  the 
course from its inception to its development and reflective refinement.  The paper 
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weaves in the thoughts of  the curriculum designer with those of  the teachers who 
are responsible for the course material and actual teaching of  the course.  The 
authors conclude with some recommendations for educators who are involved in 
curriculum design, course development, and material creation. 
 2　Curriculum design and active learning 
 　 Curriculum design involves taking into consideration various and disparate 
factors: government policy, demographic trends, institutional demands, faculty 
expertise, students’ needs, students’ levels, budgetary constraints, pedagogical 
principles  ― the list is seemingly endless.  Curriculum design greatly affects course 
design, syllabus creation, and material development. 
 　 Nation and Macalister (2010) identify eight essential components of  the 
curriculum design process (see Figure 1): (a) considering the environment; 
(b) discovering needs; (c) following principles; (d) goals; (e) content and 
sequencing; (f) finding a format and presenting material; (g) monitoring and 
assessing; (h) evaluating a course (pp. 1 ― 11).  They acknowledge that curriculum 
design is a practical process and one that requires ongoing evaluation and 
refinement.  There is a considerable degree of  overlap between Graves’ (2000) 
model of  curriculum design and Nation and Macalister’s (op. cit.).  Other 
researchers (e.g., Murdoch, 1989; Tessmer & Wedman, 1990) have also offered 
different perspectives on curriculum design.  Curriculum restructuring typically 
takes place approximately every five years at Japanese universities and changing the 
basic structure of  a curriculum is exceedingly difficult.  Whatever design process 
the curriculum designer subscribes to it is irrefutable that the process is both 
complex and lengthy. 
 　 ‘Active learning’ is currently a popular buzzword in the Japanese education 
sphere.  Jones and Palmer (2017) succinctly summarize the present impetus behind 
the promotion of  active learning in Japan: “Active Learning (AL) appears to have 
become a battle cry by the Ministry of  Education, Science and Technology (MEXT) 
and significant pressure is being put on universities throughout Japan to adopt or 
promote AL” (p. 1).  The paradox behind this shift to promote AL is the fact that 
AL is not a new concept and dates back to the ancient Greeks.  To further muddy 
the AL waters is the fact that there are as many definitions of  ‘active learning’ as 
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there are practitioners.  For the sake of  clarity, we will use the broad definition 
of  active learning suggested by Carleton College’s Science Education Resource 
Center (SERC) to encapsulate what we feel that AL is: 
 Active learning is a student centered approach in which the responsibility 
for learning is placed upon the student, often working in collaboration with 
classmates.  In active learning teachers are facilitators rather than one way 
providers of  information.  The presentation of  facts, so often introduced 
through straight lecture, is deemphasized in favor of  class discussion, 
problem solving, cooperative learning, and writing exercises (graded and 
ungraded).  Other examples of  active learning techniques include role- 
Figure 1．Nation and Macalister’s curriculum design process model (2010, p. 3)
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playing, case studies, group projects, think-pair-share, peer teaching, debates, 
Just-in-Time Teaching, and short demonstrations followed by class discussion 
(SERC, n.d., para. 2). 
 When designing the academic English course outlined in this paper the course 
designers were mindful of  the necessity to promote active learning.  Below, the 
background to the design of  the curriculum and the course is provided. 
 3　Background 
 　 In 2016, a decision was taken to create a new curriculum for the Department 
of  British and American Studies (‘Eibei’) at Nanzan University.  This decision 
stemmed from the University’s move to a quarter system from April 2017.  One 
important feature of  Eibei’s new curriculum was to revisit, reimagine, and redesign 
its compulsory English classes.  After much discussion, Eibei’s curriculum design 
team decided that first-year students would have two classes of  Academic English 
A (AEA) each quarter.  These classes would be offered in addition to the other 
compulsory classes offered by Nanzan’s English Education Center. 
 　 The curriculum design team wanted the AEA course to follow a content-based 
approach.  A framework for quarters one to four was drawn up which would 
necessitate students learning under the umbrella of  two broad content subjects 
each quarter (see Table 1) offered in the form of  ‘workshops’.  Content subjects 
were chosen based on Eibei faculty members’ areas of  expertise. 
Table 1．Course design framework for Academic English A
Quarter 1
Classes 1―7
Language
Workshop
Classes 8―15
Communication
Workshop
Quarter 3
Classes 1―7
Literature
Workshop
Classes 8―15
Sociology
Workshop
Quarter 2
Classes 1―7
Culture
Workshop
Classes 8―15
Education
Workshop
Quarter 4
Classes 1―7
History
Workshop
Classes 8―15
Politics
Workshop
 This content exposure would also be combined with the teaching of  practical skills 
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such as paragraph writing, writing summaries, essay writing, and presentation skills. 
Below the design of  the course will be explicated in detail. 
 4　Academic English A  ― Course design 
 4.1　Goals 
 　 Academic English courses, broadly speaking, aim to equip students with 
the skills they need to study in an English-medium environment.  The British 
Association of  Lecturers in English for Academic Purposes identifies three key 
competencies related to EAP students: critical thinking, autonomy, and specific 
student needs (BALEAP, 2008).  In the case of  Nanzan University, students in 
Eibei take content courses in English during the latter part of  their undergraduate 
studies and must write their graduation theses in English.  They can also participate 
in several overseas study programs.  In addition to fostering critical thinking 
and autonomy then, AEA needs to provide learners with a solid grounding in 
information literacy, language, and communicative skills, as well as equip them with 
the necessary tools to deliver informative and interesting presentations. 
 　 In designing the first-year course, it was additionally important to consider the 
students’ lack of  familiarity with the university environment.  As a result, the AEA 
syllabus also aimed to: 
 1.  facilitate transition from the typically passive learning style of  high school to 
the more active university environment 
 2. help students to realise and manage their thought processes 
 3. encourage open-mindedness and a willingness to share 
 4. build confidence as English users 
 5. foster strong bonds and a supportive atmosphere among peers 
 4.2　Pedagogical approach 
 　 In recent years, a growing number of  educators have become disillusioned 
and frustrated with the commercially produced course books they are required 
to use in their English language classrooms.  Ultimately, this development is 
not that surprising as a typical English as a foreign language (EFL) textbook is 
frequently filled with tedious cookie-cutter exercises that fail to spark the students’ 
imaginations and enhance their critical thinking abilities.  Critics have argued that 
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publishing companies are more concerned with making a profit than designing 
innovative instructional materials (Tomlinson, 2016) and have no qualms about 
marketing culturally inappropriate books (Canagarajah, 1999) to English language 
learners.  Darici (2016) claimed that “teachers and learners can be successfully and 
insidiously manipulated by professional global publishers and authors” (p. 33).  On 
a similar note, Gray (2010) contended that global English language teaching (ELT) 
course books are “cultural artefacts” that promote capitalist values (p. 730). 
 　 The AEA course designers were cognizant of  these criticisms and did not 
want their students to be handcuffed to a homogenized commercially produced 
textbook for an entire year.  Instead, the team decided to assemble and create 
customized content that would foster the learners’ digital literacies, critical thinking 
abilities, and intercultural communicative competencies.  Although excited to be 
given a tremendous amount of  autonomy, we (Fern and Sean) were also somewhat 
apprehensive about creating a course that would be appropriately challenging for 
a group of  students whom we had yet to meet.  Added to that, the instructional 
materials had to mesh well with our individualized teaching styles and be accessible 
to a busy part-time instructor who would also be teaching the academic English 
course.  Fortunately, a needs analysis meeting that took place three months before 
the start of  the semester helped to put us on the right track and alleviated our 
initial feelings of  unease.  Each of  the teachers emphasized different aspects of  
the course (i.e., Fern focused on intercultural communication; Sean specialized 
in technology-enhanced learning) and brought different experiences to the table. 
However, everyone was in complete agreement that the new course must be 
constructed on a solid pedagogical foundation. 
 　 We decided to build the course around thematic units, each of  which featured 
a variety of  language practice activities that were student-centered and fostered 
active communication in a realistic context.  Hadfield (2014) holds that students 
have different learning styles so it is important for material developers to include a 
diverse array of  tasks to meet their needs.  Another essential element that factored 
into the design of  the AEA course was learner autonomy.  The instructors felt that 
one of  the most effective ways to cultivate the students’ self-regulated learning 
was through project-based learning (PBL).  Over the years, this concept has been 
defined in a variety of  different ways.  For example, Hedge (1993) claimed that a 
project is “an extended task which usually integrates language skills work through 
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a number of  activities” (p. 276).  Whereas Savery (2015) contended that a project-
based approach “empowers learners to conduct research, integrate theory and 
practice, and apply knowledge and skills to develop a viable solution to a defined 
problem” (p. 5).  According to Beckett and Slater (2005), project-based instruction 
is an effective way for L2 learners to broaden their academic vocabulary and 
acquire academic skills.  On a similar note, Hung, Hwang, and Huang (2012) 
discovered that a project-based digital storytelling assignment enhanced Taiwanese 
students’ learning motivation and achievement as well as their problem-solving 
abilities.  PBL can also improve students’ interpersonal and cognitive skills 
(Kettanun, 2015) as well as help them develop a sense of  trust and cooperation 
within their group (Fushino, 2011).  We adopted a PBL pedagogical approach 
because one of  the primary objectives of  our academic English course was to 
foster a supportive and collaborative classroom environment that would serve as a 
gateway to more active learning. 
　 Creating a PBL activity for an academic English course is something that 
requires a tremendous amount of  thought and careful planning.  After a great 
deal of  deliberation, the team agreed that the course projects must allow the 
students to think critically and globally as well as expand their digital literacies.  In 
addition, we felt it was important for our learners to be able to effectively share 
their ideas in a public speaking setting and be adept at making a presentation with 
the aid of  software (e.g., PowerPoint) and other visual material (such as posters 
or videos).  Communication and presentation skills are perceived to be abilities 
that are transferable from a university environment to a work context and thus are 
highly valued by employers (Daly, 2016).  Pegrum (2016) argued that it is essential 
for 21 st -century language learners to be not only able to use digital communication 
tools, but also interpret the material they receive through digital channels.  Added 
to that, students must be able to think critically to effectively scrutinize and 
process information in order to become more employable in our increasingly 
competitive globalized world (Luk & Lin, 2015).  Nanzan University, like many 
other universities in Japan, recruits international students and many of  our learners 
will study abroad at some point during their academic careers.  Therefore, the 
team felt it was important for the course to include activities that would develop 
the learners’ intercultural communication skills and global competencies.  It goes 
without saying that this task is much easier said than done.  Piątkowska (2015) 
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explained that culture is a complex phenomenon that can be viewed under a 
variety of  different lenses.  Even though the concept is a challenging one to pin 
down, Piątkowska argued that foreign language educators must be better prepared 
to teach communication skills across cultures, and the instructional materials they 
utilize must be constructed using an appropriate intercultural framework.
 5　Material creation 
 5.1　Textbook 
 　 Putting together a comprehensive student textbook that included syllabus 
details, resources for use by students both in and out of  class, and detailed 
instructions related to assessment tasks was the most practical way to give the 
course structure.  Compiling a complete textbook ahead of  time would allow 
instructors to maintain perspective and work towards the overall course goals even 
while focusing on the details of  day-to-day activities.  It would also mean that the 
part-time teacher (the other instructor assigned to the course) had all the materials 
he needed in advance, and would ensure some degree of  continuity across 
the different classes and instructors implementing the syllabus.  Having all the 
materials ahead of  time would also enable students to prepare before class and to 
have easy access to past lesson material, and would free instructors from ongoing 
copying and lesson planning throughout the busy academic quarters. 
 　 Therefore, we decided to prepare and print materials for the first two quarters 
(i.e., 30 lessons) in advance.  Materials for the third and fourth quarters could then 
be developed and edited based on reflections and feedback from the first two 
quarters of  the course. 
 5.2　Projects 
 　 The course designers began by considering the core projects that would serve 
as the primary learning and assessment tools for the course.  It was important to 
develop projects that would help students to engage with the themes on a deeper 
level, and actively promote skill-development and learning, rather than simply 
measuring ability.  To this end, we decided to include a wide variety of  challenging 
tasks; to encourage development of  different skills, maintain learner interest, and 
give all students a chance to excel.  Each project would expose students to genuine 
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academic genres (e.g., poster presentations or research reports), and intertwine 
speaking and writing components, to allow students sufficient time to think deeply 
about the content, and produce insightful written and spoken work. 
 　 We decided on a poster presentation (see Figure 2) and a ‘PechaKucha’ 
presentation as the two main projects for the first quarter, and a digital video 
storytelling project about Japanese culture and a group research paper as the 
second quarter projects.  Each of  the four main projects incorporated a spoken 
and written component.  Students prepared, delivered, and watched short poster 
presentations and later submitted a written summary of  one of  the presentations 
they watched.  For the PechaKucha presentations, students submitted written 
reports on the same topic that they presented.  As part of  the process of  
considering Japanese culture before making their videos, students wrote an 
expository paragraph about a Japanese subculture, and following the final written 
group research report, they participated in panel discussions based on their report 
topics. 
Figure 2．Example of  an AEA poster created by a group of  students
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 5.3　Class activities 
 　 Around the core projects, we built an arsenal of  activities and resources to 
equip students with the knowledge, skills, and scaffolding they needed to succeed 
at the tasks.  The textbook comprised four units, with each unit corresponding to 
one content topic and one project.  At the beginning of  each unit, three or four 
classes were dedicated to familiarization with the unit theme and vocabulary.  The 
course designers gathered authentic online material (from newspapers, TED Talks, 
YouTube videos, blogs, and so on) related to each unit theme.  The textbook 
included QR codes and website links for the online texts, together with a variety 
of  activities designed to get students engaging with and thinking critically about 
what they read, saw or heard.  The second half  of  the textbook was devoted to 
‘Academic Writing’ and ‘Academic Speaking’ sections, with materials and activities 
that guided students through the steps and skills needed to complete the written 
and spoken project components.  The writing section, for example, began with 
exercises and resources to familiarize students with the American Psychological 
Association (APA) 6 th Edition style format (which students were required to adhere 
to for all written assignments) and how to use Microsoft (MS) Word to format 
their documents.  It also contained information related to the genres students were 
expected to write in, and how to structure their writing, reference appropriately, 
and avoid plagiarization.  The speaking section similarly guided students through 
the process of  preparing for each speaking task. 
 　 In designing the textbook, the course designers hoped to achieve an effective 
balance of  consistency and independence.  The aim was to create a course that 
allowed each instructor a degree of  flexibility, while at the same time ensuring 
consistency when it came to the realization of  course goals and implementation 
and assessment of  projects.  To this end, the textbook held a surplus of  activities 
and resources from which each instructor could choose those best suited to his/
her class and teaching style.  The core projects, on the other hand, were described 
in detail and all instructors were expected to implement them in a similar way.  The 
textbook included a syllabus which showed a timeline for progress through the 
units and projects, but allowed each teacher to decide the details of  which activities 
to use in each class. 
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 6　Implementation 
 6.1　Sean’s reflection 
 　 Creating a textbook for an academic English course proved to be both 
challenging and highly rewarding.  On one hand, it was a time-consuming endeavor 
that required us to shoehorn in a wide variety of  writing and communicative 
activities into a limited amount of  space.  Added to that, making an aesthetically 
pleasing and user-friendly textbook is something that is much more difficult than 
it sounds.  After critically reflecting on the academic English course, I have come 
to the realization that our hard work paid off, as the customized instructional 
materials we utilized wielded better results than that of  a commercially produced 
textbook. 
 　 As noted previously, one of  the objectives of  the course was to foster a 
supportive and collaborative learning environment.  With this idea in mind, 
the first thing I would do before the start of  each lesson was to reconfigure 
the desks into six separate learning pods.  The extra desks and chairs were 
housed at the back of  the room.  This strategy not only freed up space for the 
students to walk around the room unobstructed, it also worked well with a PBL 
pedagogical approach and sent out the subliminal message that the teacher is 
not the ‘sage on the stage’.  The learners were randomly assigned to one of  the 
learning communities at the beginning of  each class and would often change seats 
during communicative mingling activities.  In essence, this tactic injected kinetic 
movement into a 90 - minute lesson and provided students with an opportunity to 
get to know all their classmates. 
 　 Each unit contained carefully selected images and videos that served as a warm-
up activity during the first 10 minutes of  class and segued into the main discussion 
task.  I ‘flipped the classroom’ by requiring students to scrutinize any assigned 
videos, pictures, and websites in the textbook before the lesson.  This teaching 
strategy provided students with more time to think critically about the topic at 
hand, and thereby enabled them to have more meaningful conversations with 
their peers.  We had plenty of  activities in each unit, which provided instructors 
with a fair amount of  choice and eliminated the need for them to supplement 
lessons with their own materials.  The in-class communicative tasks and writing 
exercises scaffolded learning and equipped students with the skills they needed to 
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successfully complete the course assignments. 
　 All in all, the presentation projects went well and most of  the learners were 
able to improve their public speaking performances and become more proficient 
at using technological tools (e.g., video editing software).  Over the years, I have 
regularly utilized poster and PechaKucha presentations in my EFL classes, so 
these activities went as planned.  During the first part of  the course, I spent a fair 
amount of  time emphasizing the importance of  designing and using effective 
visuals during a presentation.  Many students took this message to heart and 
produced spectacular posters and PowerPoint slides.  Not only that, the design 
skills learners developed during these two assignments were noticeable during the 
digital video project.  By far, the most popular and challenging assignment was the 
collaborative video.  By the end of  the quarter, the students forged strong bonds 
with their teammates overcoming several significant barriers during the course 
of  this multifaceted project.  The learners had to plan, research, film, edit, and 
make a class-fronted presentation.  It is almost inevitable that unforeseen glitches 
will arise whenever technology is injected into the learning process.  Therefore, it 
was not that surprising when many of  the teams became temporarily tangled up 
in tech issues.  The students were unable to use the university’s computer labs to 
work on their assignment because none of  the PCs were outfitted with any type 
of  video editing software.  Thus, the groups used a variety of  programs (e.g., 
iMovie; MS Movie Maker; Vimeo) and created their movies on different types of  
devices (such as smartphones or tablets).  When problematic technical issues did 
occur, the students turned to their classmates or instructional videos on YouTube 
to resolve them.  The synergy that was generated amongst the groups had a 
positive impact on the quality of  the videos.  Therefore, most of  the students were 
justifiably proud of  the final product they co-created and this reality enhanced 
their confidence levels.
 　 The final assignment was a panel discussion and it went much smoother than 
I expected.  Initially, I was concerned about logistical issues such as the best 
classroom configuration for this type of  communicative activity and how I should 
grade the individual members of  a panel.  Although I am quite comfortable using 
debates in an EFL course, I was uncertain about the best way to prepare students 
for a panel discussion.  Fortunately, Fern provided me with several practical 
pointers and a useful rubric.  Without question, it was a worthwhile activity and 
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the learners appeared to thoroughly enjoy being part of  a panel. 
 　 The writing tasks were closely aligned with the presentation projects and 
this continuity saved the students a great deal of  time.  Overall, the writing 
activities were effective as they allowed learners to think critically about topics 
and collaborate with their classmates.  However, there were a few notable gaps 
in the writing section of  the textbook.  I was surprised to learn that most of  the 
class had very little experience using word-processing software (i.e., MS Word) 
and thus struggled to properly format the first assignment.  Although this issue 
was quickly rectified via an in-class tutorial, it would be beneficial for the next 
edition of  the textbook to include more information about basic word-processing. 
During each of  the writing tasks, I incorporated a peer editing component that 
required students to examine specific items.  Unfortunately, this strategy sounds 
much better than it was in practice.  Most of  the students seemed to give their 
classmates’ first drafts a cursory glance and were hesitant to write any comments. 
An itemized checklist and a brief  section about the value of  peer editing may help 
to improve the overall quality of  the peer checks.  Properly referencing sources 
in an academic paper using the correct APA format was challenging for many 
students.  This is another part of  the textbook that could be enhanced. 
 　 Throughout quarters one and two, the developers of  the course had several 
informal meetings to discuss the implementation of  certain tasks as well as ways 
to improve our teaching performance.  These reflective chats were highly valuable 
and helped us to identify areas that need to be improved when we create an 
updated version of  the academic English textbook. 
 6.2　Fern’s reflection 
 　 Overall, the syllabus was easy to implement and students worked hard and 
progressed quickly.  The video project was the highlight for my class, and I found 
that the sense of  camaraderie achieved through that project persisted to the 
end of  the second quarter with positive effects on the class atmosphere and the 
confidence of  students.  The students demonstrated and commented on a real 
feeling of  accomplishment at the end of  the second quarter, having submitted 
research reports and completed panel discussions that they never would have 
dreamt they were capable of  a mere 15 weeks earlier.  As we worked our way 
through the course, possible improvements also appeared. 
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 　 In developing the textbook, each teacher was responsible for creating all the 
materials related to the projects that he or she had proposed.  That person had a 
much clearer vision of  what was needed, which meant that there was surprisingly 
little need to supplement the textbook materials.  When it came to implementing 
the textbook, however, projects and tasks that I developed myself  tended to work 
more smoothly than projects and materials created by Sean.  This was not a matter 
of  better or worse materials, but rather of  familiarity.  Sometimes with less familiar 
activities, it was not until I was in the process of  guiding students through them 
that I was able to really internalize and understand the details of  the tasks fully. 
These activities worked well too, but I was less able to predict students’ responses 
and how to best use the textbook materials to instruct and prepare them.  The 
upside of  this was that tackling new projects with the students contributed greatly 
to my own development as a teacher, and gave the students learning experiences 
that they would have missed had I relied entirely on my own ideas.  Having taught 
the entire course once now, I am confident that a second teaching would be much 
smoother. 
 　 My 90 - minute classes followed a fairly consistent structure.  Each class began 
with a random assignation of  seats, followed by brief  warm-up conversations 
in pairs.  At the beginning of  the course, this was a 3- or 4- minute conversation 
on a topic chosen by the teacher.  As students became more confident and more 
comfortable with each other, the time was extended to as long as 10 minutes 
(depending also on how busy the class would be), and students suggested the 
starting topic for their talking time.  After their conversations, students typically 
spent some time discussing warm-up questions or images in the textbook 
introducing the theme of  the class.  From there we moved on to the main activities 
of  the class.  It was possible to adhere fairly closely to the syllabus while adjusting 
the quantity and time spent on specific activities depending on student level and 
engagement.  The majority of  listening activities were assigned as homework, as 
I preferred to use class time to focus on discussion activities and group work. 
When students were working on projects, they were expected to research at home, 
and then use class time to share their findings and work with their teammates.  I 
quickly found that deciding specific steps for students to complete in class was 
more productive than simply allocating ‘group time’ which the students were often 
not able to use effectively. 
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 　 The greatest challenge for students, but also the area in which they grew the 
most, was the development of  critical thinking skills.  Initially, being asked to 
discuss their ideas about an image or an opinion bewildered the students, who 
wanted to know ‘the question’ that they should answer.  Working in a team to 
produce a coherent and logical piece of  writing, or to discuss a thorny issue was 
frustrating to many of  the students, but the improvement in their written and 
spoken discussion abilities was evident to myself  and, I believe, to them by the 
end of  the first and second quarters.  Supplementing the textbook with additional 
structured-discussion and project-planning tasks was necessary, to help students 
analyze, structure, and express their ideas.  It was also necessary to provide simple 
word-processing tutorials once it became apparent how unfamiliar students were 
with even basic word-processing software.  As we realized areas in which students 
needed more support, we were able to prepare and share additional materials.  We 
plan to incorporate more of  these kinds of  resources in the revised textbook, as 
well as in the new textbook for the third and fourth quarters of  the course. 
 7　Recommendations 
 　 The course designers were very pleased with the initial success of  the course 
and materials, but we have also learned a lot through the process of  designing and 
teaching the first part of  the course.  Some suggestions based on our experience 
can be found below. 
 7.1　Know your styles and strengths 
 　 Coming together as strangers to design this course meant that even as our ideas 
aligned regarding the pedagogic approach we wished to take, our interpretations 
were different.  This has allowed us to grow as course designers, but did cause 
some misunderstanding and time wasting in the initial stages.  Sharing concrete 
examples of  class materials and textbooks we had previously designed at our first 
meeting would have given us a better understanding of  our respective styles and 
strengths. 
 7.2　Decide clear roles and responsibilities 
 　 Once we realized our individual strengths, we found that it was effective for 
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one teacher to take responsibility for the writing section and another for the 
speaking section.  As well as playing to our strengths, this system allowed for a 
smooth progression in terms of  student skill development and ensured continuity 
across all written or spoken assignment formatting and submission requirements. 
We also decided that one teacher would take on the task of  physically compiling 
and formatting the textbook.  This was a heavy burden, but was effective in 
limiting time wasted on reformatting and ensured a more cohesive end result.  We 
will alternate this role for each future textbook. 
 7.3　Include a detailed timeline 
 　 While it is important to allow teachers flexibility in how they teach their classes, 
it is also necessary to ensure all instructors are aware of  the specific skills students 
should be acquiring at each stage of  the course.  We included a general syllabus 
in the first textbook, but found that individual instructors proceeded at different 
speeds or with a different focus.  This was especially noticeable with the part-
time teacher who used the textbook but was not involved in the design of  the 
course.  While variation in teaching styles is expected and often desirable, key 
goals of  instituting a standardized curriculum are that students acquire specific 
skills and are assessed in a consistent and fair way.  The second AEA textbook will 
be divided into class units and the syllabus included in the textbook will specify 
the date of  each class and what skills or knowledge students should be working 
on at each stage.  Assignment deadlines will also be streamlined.  Instructors will 
be able to choose which specific activities to implement and how, but our hope is 
that a clear timeline will ensure students are able to acquire the necessary skills to 
accomplish their projects, and are assessed in a consistent manner. 
 7.4　Be flexible and communicate 
 　 Flexibility seems to run counter to the previous recommendation, but it was 
invaluable in allowing each class to grow depending on their individual needs and 
strengths.  Given the problems we encountered with inconsistent implementation 
of  the course in the first two quarters, we have decided to bring in regular contact 
between all course teachers to balance the need to be flexible with the need to 
be consistent.  If  an assignment deadline is not realistic, then insisting on it and 
ultimately receiving incomplete or substandard student work benefits no one. 
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Listening to students and communicating with other teachers enable us to tailor 
materials while maintaining consistency across the course. 
 8　Conclusions 
 　 This paper has provided a chronological overview and discussion of  the 
creation and implementation of  an academic English course situated within the 
overall curriculum of  the Department of  British and American Studies at Nanzan 
University.  Through an analysis of  each stage of  the course design, the authors 
have highlighted the issues that need to be considered before, during, and after the 
creation of  an academic English course. 
 　 In a coordinated course, it is imperative that experienced teachers are given the 
freedom to teach the material in the way they perceive is most effective based on 
their accumulated knowledge.  Arguably, less-experienced teachers need a tighter 
structure and hands-on coordination in order to support them and to ensure that 
both teachers and students stay on task. 
 　 Curriculum design, course creation, and refinement require a fluid approach by 
the educators involved in the process.  It is imperative that they have the courage 
to change aspects of  the course when the need arises.  As mentioned earlier in 
this paper, changing the basic structure of  a curriculum is difficult as typically 
curriculum restructuring takes place approximately every five years at Japanese 
universities.  To this end, it is essential that curriculum designers incorporate a 
curriculum structure which allows for changes at the course level where necessary. 
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